1.
Education and Psychological Modernity: The Nature of the Lmpirical Findings
The concept of Individual modernity has elicited increasing attention in the last ten years from a growing number of individuals concerned with the nature of the development process in the modernizing countries. The work of , Dawson (1967) , Noll (1967) , Schnailierg (1970) , Portes (1973a) , Inkeles and Smith (1974) and others, persuasively argues the existence of a psychological syndrome of modernity characterized by both a mental flexibility in coping with new environments and situations and by the external, behavioral manifestation of those psychological orientations.
Developnent literature dealing with education as a major ingredient of social, structural change at the macro level is abundant.
However, the literature on the role of education in fostering modern individuals on a society-wide basis has been quite sparse prior to the last few years. Our purpose here is to review this growing body of research for empirical evidence linking education to the emergence of modern individuals; second, we hope to piece together a picture of how schooling is thought to modernize individuals, and, third, we will examine the behavioral correlates of modernity especially as these bear on broader questions of national development.
Modernization research has long suffered for lack of a universal definition and lack of agreement on the proper level of analysis.
Most of thc modernity literature has focused on the pan-national (Nettle and Robertson, 1968) , the social structural (Lerner, 1958; Levy, 1966) and the communal (Sjoberg, 1964; Ceertz, 1963) . Beginning in the early sixties studies dealing with psychological or *ndividual modernity grew in number and sophistication. At the center of this effort lay a concern for modern man -is he an empirically identifiable reality or a mere abstraction? The question has been argued with insight and alacrity on both sides; the case for the latter best evidenced in the writings of Bendix (1967) , Ammer and Schnaiberg (1972) , Tipps (1973) , Portes (1973b) and Godwin (1974) . While cognizant of the critics of modernization theory, and more specifically the concept of psychological modernity, ve subscribe to the conception of the modern man set forth by inkeles in 1973.
The modern is defined as a mode of individual functioning, a set of dispositions to act in certain ways.
Tt is, in other words, an "ethos" or a spirit" in the sense in which Max Weber spoke of the "spirit of capitalism." (tnkeles, 1973: p.61 ).
This modernity construct implies the existence of a set of personality characteristics which exist across cultures and which serve to separate the modern individual from his more traditional peers.
Furthermore, it assumes that these characteristics are more likely than not to occur in clusters within individuals and that they are empirically identifiable.
In short, the concept of individual modernity hypothesizes that these clustered personality traits form a cross-culturally valid syndrome.The closer these measured attributes approach the theoretical model the more modern the individual is judged to be. In the Inkeles and Smith formulation the modern man is distinguished from the traditional man on the basis of, among others, his informed contact with the outside world, f -3 his sense of personal efficacy, openness to new experience, readiness for change, education and occupational aspirations, and relation to traditional authority. Other topics investigated in defining the modern personality are attitudes toward kinship and family, women's rights, and birth control or restriction of family size.
Taken together these themes form a reasonably coherent portrait of a kind of individual who has been found to be remarkably well suited, that is, competent, to the exigencies of contemporary urban-industrial society.
Modarnity, then, is seen as a set of attitudes, values and related wayn of acting occasioned by participation in the institutions of modern,industrial society.
The school has long been suspected of accomplishing more than the teaching task explicitly assigned by the formal curriculum.
It is the hidden curriculum--that which is unintentionally transmitted to students in school as a by-product of formally structured acadeic study--that has recently captured the interest of sociologists and psychologists. In his 1959 article, Parsons noted the significance of the schooling process as an unwitting factor in the unequal allocation of adult status and further that the pressures and strains of the schooling process serve to legitimize this distribution of social roles. Dreeben's (1968) (Inkeles, 1960; p.2) Likewise, organizational features of the school provide similar opportunities for learning modern attitudes. As Dreeben notes, the school brings together students with diverse backgrounds, and provides them with a leader in the person of the teacher who is expected to serve as a model of rationality, who stresses universal standards of performance and competence, and who justly distributes rewards through the grading system. (Dreeben, 1968) 52). (Inkeles and Smith, 1974: p.125) that mates the findings even more surprising is that the sample Was limited to individuals who for the most part had less than eight years of schooling. Thus, from the basis of the findings and on projecting the theory to a normally distributed population, one would expect to find that the correlations increase given a random sample.
Furthermore, the Harvard study found that among men who had the least education within their country, less than 10% were classified as modern on the basis of their overall modernity :score.
Likewise, the most educated men in each country consistently (80%) scored high on the modernity index. Given different numbers of years of education in each country, one might expect that the graph of the line illustrating the relation between modernity and education would vary, especially at the extremes. Such is not the case, however, as the slope turns out to be almost linear.
The correlation between education and modernity for factory Their data show that 83. Parents and teachers of the 274 subs/triple group were also interviewed.
In addition modernity scores were obtained from interviews with 300 non-school children who were selected and individually matched to the school sample by age, sex and SES.
The questionnaire used in the study contained 45 modernity items from the Smith-Inkeles OM -500 scale. Evidence was found in favor of the following hypotheses:
The longer children have been exposed to schooling, the higher are their modernity scores. In fact, the modernity scores showed a statistically significant and quite holsinger found that during the five month period between interviews, the mean modernity level for all children increased 5.4 points, significant at the .001 level. To be sure, one must exercise caution in attributing this increase solely to the modernizing effect of the school for a host of other influences could undoubtedly have been operating independently or in combination to contribute to the difference. Nevertheless, the findings suggest the need for longitudinal studies examining, with greater precision, the effects of schooling on modernity.
2)
The modernity scores of elementary school children were higher than those of comparable age and SES non-school children
The research showed that the non-school children, divided for purposes of comparison into three groups according to the mean age of the school sample, did not grow more modern with the pasage of time. (Holsinger, 1974: p. 39) 3)
The more modern '.:11e structural arrangements of the child's schooling environment are judged to be, the higher are his modernity scores. On the modernity scale which varies between 0 and 100, a baseline score of 39.5 was established for the average child not in school.
On the average, the third graders scored 53.5
on the scale, with 58.1 and 63.7 being the mean modernity scores for fourth and fifth grade students respectively. On this basis, suggesting that the quality of the school environment is responsible for as much as 20% of the total variation in modernity scores in children.
A.
Sex Differentiation and Modernity
One frequently noted characteristics of developing nations is the seeming inequality of sexes, at least as far as the public sector is concerned. It would not be surprising therefore, to expect that overall, women, who have a lower participation rate in modernizing institutions and whose subjective status is one dimension of the modernity test itself, should themselves perform less well on modernity instruments than men. But, the question must be asked whether once in contact with modernizing institutions they persist as more traditional in outlook? In other words do experiences in modern structures have a differential modernizing impact on males and females? P:trell Pubey's 1970 study of non-Arabic Teachers' Colleges in three northern Nigerian states concludes that "women in every category are less modern than men of the same (educational) area." (Dubey, 1972) However, Holsinger found that elementary school girls in Brasilia out-scored the boys in.all three grades by a significant amount. An explanation for the finding may be that since many fewer girls than boys are sent to school in the first place, these who do gain access are from the outset more modern.
In addition, the situation may be compounded through the effects of yearly self-selection and accompanying predispositions toward modern values and success.
Ineke Cunningham's study of the entire student body of a metropolitan Puerto Rican high school during 1967-8 seems to favor this interpretation. She reports that "Sex differences in modernity levels among students in this sample are nonexistent." (Cunningham, 1974) Unfortunately, most of the modernity studies have utilized either all, or predominantly male samples and thus a good deal of investigative research remains to be done in terms of differential performance on modernity tests by sex.
B.
SES and Attitudinal Modernity
No one doubts that a child's original social matrix, his parents most especially,his peers and life style generally, exert a powerful inflnence over the kinds of things he will ultimately come to believe, value and prefer. Since these early socializing influences can be summarized with minimal distortion by referring to the socioeconomic status of the child's family, one might expect that SES would be a powerful alternative modernizer, rivaling the effects of school itself as a predictor of attitudinal modernity.
Most of the research to date has investigated this obvious relationship and some of the studies have been conscious of the possibility of a further confounding effect; that introduced by the probable fact that high SES children are encouraged more, and in fact, are more successful at competing for scarce classroom seats. Moreover, high SES children do not succumb so easily to the forces which characteristically produce high dropout rates in the LDC's. what might appear to be a school effect may in reality be nothing more than the influence of family status.
Two of the modernity studies (Amer and Ynutz, 1971; ) look within categories of SES to see whether the association of education with modernity still persists. Both report that it does persist and at substantial and statistically significant levels.
In terms of partial correlations, Holsinger found that by controlling for SES, the correlation between schooling and modernity dropped only slightly from .43 to .39. One might conjecture, however, that the school could serve as an especially good modernizer of certain groups or categories of individuals to the exclusion of -7
others. Some social scientisto (eg., Parsons, 1959) have speculated that school may serve to affirm the values of "middle class" children while lower class children are taught social parameters concomitant with their status rank. On this point, the evidence is divided.
Armer and Youtz report that "to the extent that a tendency exists, it is toward a stronger association among higher-status, more intelligent respondents with literate, more educated fathers." (Amer and Youtz, 1971: p. 617) Arguing on the other side of this question, Richard Sack's study of Tunisian adolescents foUnd that "education is more effective in contributing to modernity for those from low RES backgrounds." He reasons that this may be so because, "perceiving the link between formal schooling and acceptance into the modern sector, the lower SES individuals are more likely to accept the values projected in the process of formal schooling." (Sack, 1974: p. 109) Armies may not welt reflect a student's academic ability but argues that they are at least a reflection of his performance within the educational system and therefore his response to local educational pnllcy.
She found a "highly significant positive correlation between student modernity and grade point average" and that this association was stronger than that between parental modernity and student's own modernity score. (Cunningham, 1974: p.55 that the modernity exposure implicit in the schooling experience "takes" best when students are highly committed to their classroom assigned tasks.
In summary, with the exception of several studies (Armer and Schnaiberg, 1972; Suzman 1974 Suzman , 1975 Stephenson, 1968) We believe the evidence clearly indicates that psychological modernity is a by-product of the formal schooling process in the developing nations.
Ilt. Psychological Modernity and National Development
A substantial body of evidence points to the conclusion that education, in the formal sense, is responsible for producing affective changes in its clientele. While the precise mechanisms whereby the school accomplishes this task have yet to be fully explicated, the unwritten curriculum of modernity acquisition appears to be as successful as the formal agenda of reading, writing and calculating. One tantalizing question awaiting further research concerns the nature of the incremental changes in individual modernity that schooling seems to foster. The question is whether psychological modernity is tied to educational level, or whether a uniform and linear association exists with schooling exposure independent of grade level. Some corroborative evidence favors the hypothesis that a certain minimum number of years of educational experience is necessary to produce a radical behavioral change in an individual amenable to major psychological and value reorientation. Williamson's research on fertility values is such aa example and indicates that education's influence on the manifestation of modern behavioral patterns is felt only after a minimum of primary schooling has been achieved. (Williamson, 1970) In the same vein, researchers must take heed, especially as It may affect an individuals receptivity to structural influence, of the Piagetian paradigm which postulates that non-cognitive development transpires by stapes -primarily in children from ages 5 to 16. Lawrence Kohlberg and Jane Loevinger have also written on the complex interrelationships between "deep" psychological development and social structure focusing primarily on ego formation. (Kohlberg, 1971; Loevinger, 1970 There is...no simple progression from 'traditional' to 'modern', but a twisting, spasmodic, amethodical movement which turns as often toward repossessing the emotions of the past as disowning them. (Geertz, 1973: p. 319) In summary, the point to be emphasized is that formal education teas been shown to produce affective changes in people in the form of individual modernity of a magnitude rivaling measurable cognitive 
